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J Introduction: The 'Copernican Revolution" in education

. In the past thirty years and especially during the past decade there has
occurred in education what U.N.E.S.C.0.'s Henri Dieuzeide has called a
"Copernican Revolution'", a transfer of the centre of gravity of educational
thirking and research from the functions and activities of teachers, the
"teacher centered mentality'", to the behaviours of learners, the '"pupil
centered approach".1 The change has been described Ly a prominent
Australian broadcaster as the "decentralisation of learning".2
In earlier times, when the centre of the educational universe was the
teacher, emphasis in teacher training and in research was on the identifica-
tion of those actions of the teacher that would stimulate in students the
responses thought desirable by the teacher, In such centralised learning

‘. systems it was necessary for students to cluster around teachers in
‘iclasses', and teachers had to know how tc plan what would be learned, how
to implement various strategies supposed to promote learning, and how o

test to obtain evidence of the effectiveness c¢f their strategies.

A distinguished British educator, Edith Moorhouse writes of elementary
school teaching as it was forty years ago:

the emphasis in teacher training was on the techniques of
holding the attention of a class of children: the question
at the appropriate moment when attention began to lapse, the
raising of an eyebrow, the quick drawing on the blackboard.
++.The teacher stood in front of the class of children of one
age group who sat in straight rows facing the blackboard d
talked to and questioned the children for much of the day.

‘ Teacher centred education has not been confined to the elementary school.

"Universities have existed for over a thousand years', writes Brown, but

From the very beginning of organized higher education, teachers
and professors have presented a united front against the notion
that students will learn just as much, and possibly a great

deal more, if permitted to learn on their own initiative rather
than as a captive audience in the classroor. At no point in

the history of education have scheols and universities alloweu
students the autonomy which is iilecessary in the learning process.

According to both Moorhouse and to Muir,3 the change to a learner centred
educational universe has been due to a growing acceptance by learners

and teachers of three basic principles long discussed by educators but

not widely acted upon. The first of these is the recognition that each

individual learns each content area or skill in different ways, and
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probably at different times from other learners; if learning has any *
one characteristic it is idisyncracy, and the concept of a '"class" of

learners is therefore a foolish paradox. The second principle is that

effective learning is experiential; whether interpreted in a phenomeno-

logical or behaviourist's framework, the principle is that one can best

learn by experiencinge. The third principle is that learning in the new

world of rapid change must be lifelong, so that in youth one need not

learn enough for a lifetime, but must acquire the skills to be a responsible

continuing learner in adulthood.

The role of thc teacher in the new learner centred educational universe,
at its simplest, is not so much to "instruct" as to provide an environment
in which each individual learner is able to identify what he is ready to
learn, and in which he has access to a large variety of resources for
learninge. In particular, the school teacher tries to provide a rich
supply of materials:

Materials of every kind should be available; basic materials,
such as sand, water, clay and wcod; a collection of junk, hoxes
containers of every size and shape in wood, cardboard and plastic;
a wide variety of cardboard and paper in different shapes, sizes,
thicknesses and colours; paints (water, oil and emulsion), pens
charcoal, pencils, a variety of brushes, crayons, in fact all
kinds of medla for making marks that a child can explore; a
variety of pastes and glues that do the job expected of them;
scissors that cut; benc es, a vice, and tools; an assurtment

of materials to stroke and use - velvet, silk, satin, wool,
cotton, linen, fur, nylon. Each item has a different quality
that can only be fully appreciated by handling and using and
coming to terms with the discipline they impose. All these
materials may be used at the child's own stage of development

and maturity; one child might be at the stage of pitting his
own strength against boxes and planks and yet be able to join in

with a group of children of varying ages and abilities who are
constructing a telescope or a space ship - that will hold several .
children - ipaginative, constructive work which is the basis of

mathematicse.

By providing a richness of materials, and being both non-directive and
responsive, the learner centred educator gives the learner opportunity
to learn whal is important for him at a particular time in his growth,
gives opportunity to learn by experience, and gives opportunity to learn
to exercise choice and responsibility in making educational decisions.
As a result, from the schools - not all schools, but many - is emerging

a generation of new adult learners that knows how to learn, and a
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generation of teachers that knows how to facilitate independent study.

The expectation of these learners is that in adulthood, as in school,
their learning will be self directed, and when they identify earning needs
they will be able to call upon the sources of information and training they

require to satisfy their nceds.

The response of institutions of higher education to this expectation, is
suggested in a report from the University of Notre Dame:

Institutions are responding with programs to support the new learning
styles emphasized by the need for lifelong learning. And those
programs of continuing education seem likely, for a variety of
reasons, to experience rapid growth in the years ahead, This growth
will come abont without any substantial changes in national policy.
As a matter of course, formal educational institutions will evpand
their offerings to zccommodate an increasing demand for extei..al
degrees, individualized c¢ff-campus study, correspondence study
programs, and other modes of reaching the varied interests of
students.U

Together with the pressure from students, the design and development of
"other modes of reaching the varied interests of stulents" 1s the second
development that has brought independent learners to the foreground of
current ecducatioral resecarch, At the very time that demand for learner
freedom has incrcased, a plethora of new communications devices has made
it possible for institutions to respond in efficient ways to that demand.
Designced according to systems design principles, instructional programmes
may now provide an efficient exposition by any of the world's authorities
on any subjcet to individual learners, communicated to them by mcans of
the computer, television, radio, video-cassette, audio tape, telephone, and
in praint, Us1ng such programmes, cach learner has the universe for a
classroom, and an abundanc~: of material and hur.an resources, As a child-
centred tcacher provides a rich environment of learning materials, and

responds te the self directed learning of the individual pupil in the class-

room, the higher education institution now has the techncal power to
respond to cach rndividual adult tearner as, in his interact  on with his
adult environment, he 1dentifices tearning necds and makes them known, and
enters nto o ogrames of madependent study,

Hentr Dicuzerde deseribes two kinds of technology basced educational
institutions, one ol which 1s a comnwiity educational resource centre
offering

& comrunity scrvice of individualized self-instruction for safe-
guarding udivide freedom of action - a complete self-service
system adaptable to individual needs, to which the pupils would
feel an allegiance based on individual involvement.?
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By contrast with the cloisters of the traditional campus, where teachers
tried to transmit knowledge to learners in an environment sheltered from
the outside world, this new kind of institution is not a place to which
people travel, but a resource centre from which they draw out the
information and the skills they need. The material they require is
communicated through appropriate media, having been prepared and
packaged in advance, in anticipation of learners' demands. Learners
using these systems are independent in two scnses of the term, for they
are physically independent of the need to be resident on a campus, and
they are tnuependent of the control of their Jlearning by pedagogues.

The institution is "teaching at a distance'.

The following description is of a typical university Independent Study
and Distance Teaching venture, the University Without Walls, which is
a consortium of twenty- seven participating American colleges and
universities.

Each student outlines his learning objectives and designs a
study program leading to goal achievement from a list of

hundreds of opportunities for independent study. Among the
possible options are regular course work at any of the

participating institutions, internships or jobs, programmed
nalterials, and ceven travel. UWW students grgduate whenever

they nave achieved their learning objectives.

Purpose ot this Paper

What has been described above is a renaissance of 1interest in independent
learning and the teaching of independent learners. We have a vast array
of new research and Jevelopment que:s ions in the universe of education,
some of which we will 1introduce for your consideration at the conclusion

of this paper.

Our first taskh however, and the main purpose of our colloquium today, is
to tocus owr attention upon an cnterpr rse tn which we have been engaged

i recent years, namely the statement of what Independent Study and
Distance Teaching are, and the constractiron of o conceptual framework of
the field. Since 1970 we have developed the theory on the basis of a
typology of programmes which was 1tsclf based on the characteristics we
wdentified e~ critical elements of Independent Study and Distance Teaching
programmes. In this paper we will provide a brief history of our progress
in pursuit of the theory, after which we will describe, again briefly, the
typology and the concepts associated with it, and in conclusion will
mention one research project which has been completed, and other questions

of interest for future consideration.
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Towards a Theory of Independent Study

Although we had sume experience of the use of correspondence and of radio
and television in adult education before going to the United States in
1970 it was not until we joined Charles Wedemeyer at the University of
Wisconsin that Independent Study and Distance T: _hing became a major
professional preoccupation, Wedemeyer was by then the leading American
thinker about Distance Teaching and had recently returned from Great
Britain where he had been a consultant in the establishment of the Open
University. We moved together into a project to design an Open School
for the State cf Wisconsing, and a score of other projects followed,
ranging from "Edsat", the use of the orbital satellite in education,
and the statce Educational Telephone Network, to the development of
disposable slides and flimsy audio discs for correspondence students.
However, this exciting and demanding work was the cause of cognitive

. dissonance when we held discussions with educationists in the Faculty
of Education, for they usually spoke of education as synonomous with
school tcaching of children in classrooms, and even adult educators
seemed to regard cducation as a sociral activity, almost always conducted
in groups. In our academic activitics we were constantly faced with the
need to transposc theoretical concepts from the domain of child education
to adult cducati n, and from the classroom and the group to settings

which were um amed, but were obviously not group settings.

When we studied the rescarch in education we rcad, for example, that:

"The ultimate gools of rescarch on teacaing are theories of
teachig, and these in turn pnvolve the development of a
critical language for the analysis of classroom behavioury

. and "researchers are becoming incruafingly concerned with
what actually happens in classrooms" and, "...the word

instruction refers to the activity which takcfa place during
schooling, and within the classroom sctting'" .

Even in the Viterature of adult cducation, in an inventory of the research
compiled for the Adult Education Assocration of the U.S.A., De S. Brunner,

onc of the senior professors of adult cducation in the U.S.A., and his

colleagues inc buded a whole chapter on "The Use of Discussion', and
another on "Group Resecarch and Adult ducation', but made no mention at
all of cotrespondence teaching. Ther o were some references to radio and

television, classified as auwlio=vaisual airds. but the bias, even of
Literature as prestigrous as this was
"Clearly \.nluli ’(-(Iuvutmn will tahe place in groups almost
exclustvely"
- L5 -
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1t was clear that a vast number of adult learners were receiving instruc-
tion in non-group settings, and we concluded that educational theory
which did not provide a place for such learning and teaching was incomplete,
and unsat!::factory. After a jear, we summarised our dissatisfaction in

a paper, which included the following:

"teaching consists of two families of activity with many
characteristics in common, but different in one aspect
so important that a theery explaining one cannot satis-
factorily explain the other.

The first of these families, the older, better understood,
morce fully researched, includes all educational situations
where the tecacher is physically contiguous with his students,
so that the primary means of communication is his voice, and
in which (Lo use the economists terms) teaching is a "service"
that is "consumed" simultaneously with its 'production'. The
physical proximity of the learners with the teacher permits
each to stimulate the other, consequently teaching of this
kind is conceived as a process of '"social interaction".

After elaborating on teaching as a process of social interaction, Wt
continued:

"The second family of tcaching methods, and the subject of our
concern, includes educational situations distinguished by the
separation of the teacher 1rom his learners, so that communica-
tion has to be fachtbitated by a mechanical ci electreonic mediume
Teaching m tihns environment is "consu 'ed" at a time or place
different from that at which it is '"produced!", and to reach the
learner it must be contained, transported, stored and deliverede.
There may be interaction, betwe:-n }earner and teacher, but i’
so, 1t is so yioatly affected by the delay resulting from the
necessity to communicate across :distance or time, that it cannot
b an assured component of teaching sirategy, as it may in
classroom or group teaching, We refer to this as DISTANCE
TEACHING, to distinguish it from Pcontiguous teaching' where
teacher and student are in physical proximity'.

\‘Largued that we could anticipate a grrowth 1n distance-teaching, and
stated that:

“we beliecve the time s appropriate for an examination of the
methods now i use, in the hope of identifying the character-
1stics that distinguish them, and that can be used to show

the refatronship between thoem. We are of conrse not. concerned
with the "hadware! characteristies ol the media, but with the
Lduc at tonal characteristicase. Our scarch then 1s aimed at

branging together into a system, the discrete observations and
definttions ot rescarchers and practitioners 1n a number of
separate, yet we believe, related teaching methods. As we
examine the methods we will ask questions like:

What lcarning theory 1s assumed, or stated, by teachers using
these methods? Are there differences between teachers!
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The starting point was our ecarly definition of the Lind of educotional

relationship we wonld study, we calbed the "astant tearning and teaching”

and defined distance teaching as follows:

"histance teaching may be defined as the tamrly ol nstructronal
methods o whnach the teaching behaviours ware excecuted apart from
the fearning behaviours, tncluding those which an 2 contirquous
si1tuation would be performed n the fearner's prescnce, so that
comitntc ation betweon the teachoer and the teanner mast e
tacthitated by prmt, clectronie, mechanical or other devices,"

From our present perspective ot can be seen that o method, though we

meant to be mductive was rather more of the hind Melvin Marx has cal loed
"functronal® ‘—). there bermg a contimunous tntetact 1on hetween conceptual 1sat ion

and data, It was trom the concept ol separation ot learier and  teachiors

that we derpved the concept istance, which was cructal an determining the
selectron of data tor study which an orts turn eventualtly provided us with ‘

. our theorctical frameworke.

Following o detrmmtion, we generated o classibrcat ion ol prograngmes

where "teachimmg behay rours aa e executed apart Trom the lTearnimg bohaviours",
Vo clas=~itred Yy Che varrabie "medium of communacat ton',

e media we Trstoed ot that Cime werc, radto, televaiston, dial access

tape sy clemss compto: assisted tnstroctcon, progranmcd sty act ton,

textbooks, telophone aand correspondencoe, A porsistent antrader anto thes
classttrcatron by mediam was the wealth ol <o-called "Mindepend pt Stady "

PEOGQEae ~ on unever s ly o= =0 characboer g sed by <epaoation e tween

learner and teacher Tor most hat ot bE of Uhe acbattonstop, hut not

clearls chatacter tsed by o commuticat tons wmed rae, his was a probtlem .

wWe were Jotced to seturn Lo i ik,

A et maor aetbvance e the cdassaittcataon by ncdiag was te pdent ot rcat 1on
of tvo vartabtes, hidhividaalbtzat ron and broadogue o A0 o e was sard

to be mndivadaadizod to the oxtent (o whacde a leantier could conti ol the
pace al whach he receayed antortataon and ot whorch we was C O ticd to

mabke his peponse s wie Fe Dealogue e o abiod the esxtent o owintche e

wedia of o progranme poade c U possabibe o ampos<abic o ftor oo bearper Lo

mteract o with the teacher . Peashiaps the poandd coar e abbastratod by o
we
Oowll eapet rence ol that time when wore deading o tedcphions =teachiing qronp.

We obvirousty were g iestance toeaching savtuat tort, whiteh was one wher o

dralogue was passthic, stnce any <tudent could tespomt to the drstant

BEST COPY AVAILABLE
ERIC 11




"assumptions about lecarning - within cach method, and between
methods?

Arce there differences and similaritics in goal setting? In
Evaluation? 1s there dialogue between teacher and learner?
How much provision is there for learners to contribute to
programme planning and evaluation? How do leaders in each
method define the nature of their method? Do these methods
appeal to different kinds of adult learncrs? What hinds ot
programmes arce provided 2%

As the problem became clarified, we sought a method for dealing with it,
and were influenced by the success of John Buskey, whe had developed a

typology of residential adult education programmes.

He had "focussed upon a holistic impressionistic stuuy of programmes
with a view towards sorting them into groupings of seemingly saimilar

‘ programmes" and we decided to focus in a similar manner on "an
impressionistic study of a selected sample of literature, including
descriptions of programmes, but including also theorctical papers and
reported research"(lh). The research question as it was defined
a few mmonths later was:

"Doces an anadysis of scelected iterature of the varitous methods
dased to struct independent learners reveal a pattern of
cducational elewments that can be used to differentiate the
field and dJetaine gt 2"

Siuce the parameters of the universe we proposed to explore were quite
unknown, 1t scemed best to gather as large and various a sample of
Literature as we could. We were assisted by a professional librarian,

‘ and reccived other supporting services 1n the University of Wisconsin
fducational Satellite project. We selected eventually more than 2000
items of literature pertaimning to cducational programmes 1n which 1earnor.s
were not 1 face-to-face relationships with teachers. W prepared
abstracts on postcards, and 1t was these that we mamipulated ana
classified in search of the hey variables which would enable us to

doetfine and descerabe ouar faeld,

This is not the place to describe an further detarl the datierent attemnts
we made in 1971 and 1972 to build a theoretical 'frdmowork trom this data,
for 1t is morce mportant that we now proceed to constder the framework
which cventually appearced, However , two Lurther points about the past

must be made before we go on, torr one was a starting peint, and the other

a turning point. peee

! s T

O
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teacher, but in which the tecaching was prepared for, and directed 2 a
typical learner, but to no particular lcarner. The programme was as

un-individualized as the 'mass'" medium of radio, yet considerably more

"dia)ogic'. Using these variables, we ordercd our media as follows:
LEAST
DISTANT
ﬁli ghly independent study 1
Individual 1zed  on campus
individual tele- 2
figh bialogue phone
‘ individual corres- 3
pondence
less group telephone 4
Distant Learning Individualized group correspondence 5
and Teaching lighly computer assisted 6
Individual ized instruction
‘ . programmed in- 7
struction
Low Dialogue { dial access tape 8
systems
television 9
Less radio 10
llnd ividualazed textbook 11

MOST DISTANT

Fige 1 istant learning and ’1‘(:uchlng'?k-th()ds classified
. . )
by the Dimension of Distance.

We concluded that in a theory of Distance lﬁ(iucution, Distance was not to be
measurcd 1n physical terms, in mites or in minutes, but in the estent to

which a particuliu teaching - learniag relationship was andividual and

‘ dialogica

The second point from the past we wish to make, 15 what we previously referred
to as the turning point, and aros from our attempts to organisc the

literature of independent study on campus snvironments,

As in many other countries, 1. American Universities for at least hal€ a
century there b been varsous arrangements Lo permit sclected students
to follfow personal study prograummes, ad to prepase papers or engage in
personal rescarch projoects. These programmes were once called ™onor.s
courses", since they were restricted to only thce more intellectual
students, but atter a national conference n 1925 became known as
"independent st.udy"l7. By 1967 independent study was available in 90%
of American univcrsxt.u:sl&. we studied numerous definitions of thss
kind of independent study, including Baskin's:

ERIC ‘9'12
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"Independent Study is defined as independent work or reading,
sometimes on one's own, sometimes in small groups, but with
such work taking place in the absence of the teacherland in
licu of certain regularly scheduled class meetings.”

Alexander and Hines defined it thus, "Independent Study is learning on
20 . . . Lo

one's own,"" and the National University Extension Association called

1t:

"a teaching-learning process 1n which the student studies primarily
in a non-classroom situation remote from, and independent of
direct, sustained face-to-facc contaft with the professor

. . z
during the duration of the course'.

What went on under the name of independent study was:
(a) Carried on apart from teaching,
(b) Carried on by individual learners, and therefore

appeared to belong in the universe of Distance Teaching.

llowever other definitions of this kind of instruction introduced other
significant variables. MacDonald stated that the independent student
was frec to pace his learning according to his own circumstances and
needs, and was frce to choose among various channels, or resources for
learning.gz Trump wrote that "The individual student is given
responsibility for the completion of work he helps to choose for himself.

It includes students setting thieir own rate of progress through the use

of teaching machines, libraries, language laboratories, and science

2
laboratoricshj. inc more literature we searched, the more clearly the
variable¢ of Learner Responsibility became evident. Alexander and Hines

wrotce, "Independent Study is considercd by us to be learning activity,

largely motivated by the learner's own aims to learn and largely rewarded '.
in terms of 1ts intrinsic values"zz. bressel and Thompson provided thes

term we eventually employed in our theory, in defining independent study

as:

"The student's self directed pursmit of academic competence in
as uutggomoua a mamer as he is able Lo exercise at any particular
time. "

From owr study of independent study on campus, a field with considerably
more litcerature than the distance teaching field, and only a few items
of which have beoen mentioned here, we deduced the following characteristics
of such oducational programmes, in addition to (a) and (b) above:

(¢) In Independent Study the learner dhooses when and where to

study, at what pace, and by which methods,
(d) The learner chooses what to study,
(e¢) The learncr is self motivating,

13

(f) The learner is scelf evaluatinge
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We then classified programmes in our collection of literature, by the

variables of Learner Autonomy.

In 1972 a typology with programmes classified by Distance and by Learner
Autonomy was presented to the International Conference on Correspondence
Education. What follows in the next part of this paper is the outline
of that concept, with some modifications and refinements of recent

rewriting.

Part 2: Summary of the Theory of lndependent Study

Definition 1:Ilndependent Study is any educational programme in which the

learning programme occurs separate in time and place from the teaching

programme, and in which the learner has an influence at least equal to

the teacher in determining goals, resources, and evaluation decisions.

As defined, Independent Study is a generic term describing a major category
of educational transactions, which are classified by the differentia
"distance", i.e. "the learning program occurs separate in time and place
from the teaching program," and "autonomy", i.e. '"the learner has an .
influence at least equal to the teacher™. Perhaps to those meeting it

for the first time, the use of the word "Independent" is misleading,

since it might suggest the student is a kind of Robinson Crusoe, cast

away on an island of self-sufficiency, which is not the sense in which

the term is used. The independent student is engaged in an educational
programme, which by definition implies both a learner and a teacher or

teachers in a transactional relationship. Thus:

Definition 2: An educational programme is the use in a learning proggamﬁe

of a teaching programme,

Definition 3: A lcarning programme is a set of learner's objectives for

his change in skills, attitudes or knowledge, a set of resources and

procedures for reaching the objectives, and a design for measuring the

achievewent of the objectives.

it should be emphasised that we are dastinguishing "learning” and "]learning
programmc", which is syno..omous with "study". Of course all humans are
learning at all times of consciousness, but such is casual learning, random,

- 11 -
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uncontrolled, usually unconscious. A learning programme is a deliberate,
purposeful and plamnned sequence of activities, which usually makes use of

agents or helpers, who may be called facilitators, instructors, or

teachers.

A teaching programme is equally deliberate and carefully planned:

Definition 4: A teaching programme is a set of teacher's objectives for

change in learners' skills, attitudes or knowledge, a set of resources

and procedures for reaching the objectives, and a design for measuring

the achievement of the objectives.

It will be argued that deliberate learning can be without teaching, and if
indeed a lcarner can establish objectives and achieve them using no
resources or procedures prepared by another, and if he can evaluate his
achievement, a learning programme without teaching will occur. The self
taught ornithologist who knows about birds from his years of field study
must be a good example of a learning programme without teaching, though

if he resorts to a guide-book he is, though still highly independent,
engaged in an educitional transaction, since the book was written
deliberatecly to assist his learning, by one whom we c...1 a teacher.

The Variables of Apartness

Derinition 5: Distance, or Telemathic Teaching is a teaching

programme in which, because of the physical separateness of learners and

teachers, the interactions hetween them are conducted through print,

mechanical or electronte devices.

Tclemathy means "learning at a distance," and is a word formed by combining
the terms "tele" and "mathy'", meaning respectively '"far off'" or "at a
distance," and "mathy" from Greck "mathein," "to learn", as used, for
example 1n "opsimathy", to learn in later life, and in '"mathematics'".
Telemathic teaching is teaching in support of learning "at a distance!''.
Independent study programmes vary in the extent to which there is distance
between Lcacher and learners. What makes a programme more distant than
another, making one programme of instruction more telemathic than another,
is a function of two variables in the learner-teacher relationship, which
are the extent of dialogue in their communication, and the extent of

structure in the tcaching programme.

Communicatiron, the sending and receiving of messages, is an essential
element of every cducational programme, and 1n non-telemathic teaching

- 12 -
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programmes 1s achieved by speech, together with various supporting non-verbal,

but observable, intcrpersonal interactions. Dialogue is two-way communication.
Telemathic teaching requires the use of clectronic, pirint, or mechanical methods
of communicatimg, and vhese methods differs in the extent to which they permit
two-way communication, or dtalogue, between learners and teachers. In a programme
in which « high degree of dialogue is possible, it can be said that distance is
less than one 1n which little dialogue 1s possible. For example, in a telemathic
teaching programme using the Educational Telephone Network, since dialogue is
easy, the learner is less distant from his teacher than one 1n which the FM/AM
radio is the communication method, when dialogue is impossible, Even among
programmes using the same communications method there are differences in the degr
of dialogue permittod by the programme design, and evggzgéachers using the same
resource, a particular correspondence course for example, there may be differences

in the use of dialoguc and thus differences in "distance'.

Structure is the extent to which the cbjectives, implementation procedures,

and 1esomrces and evaluation design ol a teaching programme are prepared, or can
be adapted, to meet specitic objectives, implementation resources and procedures,
and evaluation design of individual learning programmes. While diralogue is a
measurre ol ihe degree to which the communscations medium in a telemathic programme
permits lecarner-teacher iteractions, structwre is a measure of the extent to whic
whether there 1s diralogue or not, the programme will permit individual, personal
transacttions between 1 -arner and tcacher. 1t is a measure of the extent of the
responsiveness of a tecaching programme to the objectives of an individual learner!

programne .

To the extent that a programme '"consists of pre-produced parts, at least in the

form of particularized plans listing item by item the knowledge and skills to be
2( .
covered by qu|nwxnummm,”( 2 the programme may not be responsive to learners'!

idiosyncracies, amd structure is said to be high.

hoftman csplarns the problem of prepar tng o less structured programme which

attempls to provide many opl.ons lor the learner,

All questions must be specitic by the course author as well as
a scet of antrerpated student responses to cach question.  1f
branching s to occw’, explteit instructions must be given
indicating the performance cr'iterta for a branch and the new
contimuation pownt n the progranme.

Simce everything must be specilica in advance, extensive time
must be spent 1n preparmg course material for prescntation,
Furthermore, once programmed, this material has very little
flcxnbillty.(27)
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In o tnghly stracthn ed programe, such as 1 a Finear, or non-branching
programmed text, no variation of the programme is possible, while a
correspondence programe is likely to be somewhat less structured, but
perhaps more than a computer assisted instructional proyramme in which

the medium permits the teacher to untlcijytu‘ and prepare r.sponses to
thousands ot dirfferent stymuli f1on many lcarners. Among programmes using

a particula medomn, the degree of structure will vary.

Using the varrabies of dialogue and structure, tclemathic teaching programmes

can be classiticd according to dastance between learner and teacher.

In Figure 2 where b represents dialogue, +S struciure, -D no dialogue, and -S

no structurce, the most distant programmes are those of the -D-S type, and the
least distant are t(he 1D-S type. These are theoretical poles, and all pro-
grammes fall between them. The variables by which we are defining distance are
qualitative, and programmes must be regarded as "more" or "less" distant. ‘
Thercfore, a correspondence programme is likely to be less distant than a

programmed text, since it is likely to be less structured, and certainly more

Fype Programme Types Examples
Most -1)=5 . Programmes with no diraloguce Independent reading
hstance «nd no structure study programmes of the

"self directed' kind

-DiS Je Programmes with no dialogue Programmes in which the
but with structure comnunication method
1s radio or television

1S 3. Programmes with diralogue and Typically programmes
structured using the correspond-
ence method

Least + D=5 L. DProgrammos with dialogue and E.g., a Rogerian type
hstance 1o structure of tutorial programm

Fig. 2 - Types of telematnie teaching programmes

diatogrc. Howevet y among cortespondence programmes great vartability in dis-
Lance wi bl be tound, some especrally bermg more diralogic tha others, and some
cortespondence programies can be no more dralogre or unstructured than pro-
gramumed nstract ron. Mus, 1t as not intended Lo classiiy communications
methods an thes modely but only the use. to whuch methods are upplied in educa:

tional programmes.

In a programme wher o distance between teacher and learner is low, because

dralogue 1s casy and there s a armum of structure, bhoth teachers and learners

can respond casily to the stimult of the others. In such a programme the
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teachimg behaviour s Smith calls "admonitary acts" as well as "directive action®
" . .
arl "ogreal operatrons' e |)()S>l|)l(‘.("8) However , when dialogyue s difficult,

or ampossibic, and when structure s hagh, "adwonitary acts" become difficult or

tmpossible, I o programmed text, such as Mager's, « minmmum of dialogue

between teacher and learnet 1s obtained by use ol (he branching tochnique. The
. s " ' . "W ot i n (29)

admonittary acts, such as "ooops? You didn't follow mstruct ions g are weak

by contrast {o the power such statements would carrvy anoa highly dralogic
mteracton. In telemathre teachig "hirect ive action" is more casily
commmiicated, than adimonition, but the teacher must assume that a barge part of
direction, as well as admonttion, will be seli adminrstore:d by t(he learner.

The Tess distanee, the more direction wiell be feasible. ltven the most distant
teachers are able to communicate "logical operations'. Whether a particular
tearner will benefst from a programme low in distance, or from a highly tele-
mathie programme s determined by the extent to which he benefits or is impaired
by divection and adwonitron. This 15 determined by his competence as an

autonomous, o "selt dirceted” learnor.,

Graphic Model ot Telemathire Teaching

he retationshep ol learners in te”omathire teaching proyrammes can be depicted
by u~e ol graph theory (Figue 3). th these Tagures, the infiuence of A, the
teacher, i~ represented by ooray (-——==), an open and qeneral tnfluence,
directed at any tearners who choose Lo be inf luenced, Unbroken lines from

Jearners to the teaching of A epresent the Jearncrs "ooking on to'" the teach-

g . the bhrolken lines represent the tesponse ol the mstrector to each
learner, o the dialogie teaclimg programmes Lher e ar ¢ numerous responses,
while an the non-dealogre programmes there s only one. In proyrammes of less

structure there e several rays, 1epresenting alternative versions of teaching
provided to polential Tearners, aud o programmes of no structure there are no

tay~ citiatbing from the teachion, bhult only responsces to the stimul: of learners.

BEST COPY AVAjLABLE
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Fige 3 - Telemathic Teaching Types

AG___ N .F ﬂ . {\.»
— —
;.HE_\\ ®( ( . L,
—— — - - =
-f‘L-f?;_TT'_' { )
&— . ‘L - nm— .
fle o g

Fige 3a - Telemathiic Teaching Type D48

I"'yge. 3b = Telemathic
(e.g. correspondence programme)

Teaching Type
-D+S (e.g. radio programme)

| —
|, |

Fig. 3¢ - lematl « Teach o, F1ge 34 - Telemathic Teachisg
pe  +S- Type +S+D

but less ¢ ucture tess structured than Fige 2b

(Cege computer assisted

than Firg. 2c¢

but
{e.qg. proc  mmed 1. vt

instruction)

EMC 3e - Telemathic Teaching Type +D-S 19

Iri(]o
(e.ge tutorial)

3 - Telemathic Teaching
Type -D-S

PTA {(e.g. self directed readi
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The Vvarcab e of fearner Autonomy

Detinttion G:  Autonomy s the extent to whiech the tearner® in an educational

programe 1 able to determime the scelection of objectives, resources and

procedutes, and the evaluation destgna.

It the context ot o programme, the term {earner antonomy describes the extent

to wvhich in the tearmmmg-teaching relationship, 1t 1s the learner rather than
the teacher who determines the goals, the learning procedures and resources,

and the evaluation decisions ol the lTearning programnc. A fully autonomous
learnetr 1s a person who identifies a learning need when he finds a problem tc be
solved, a shill to be acqurred, or information he does not have. He is able to
articutate his learnimg need in the form ol a gencral goal, which is differen-
tiated 1n soveral more specific objectives, which arce accompanicd, more or less
explicitly, with criteria of achievement. In implementing the learning need,
the autonomous learner gathers the infosmation he desires, collects ideas,
practises shills, works Lo resolve his problems, and achieves his goals. In
cvatuating, Lhe learner judges the appropriateness of newly acquired skills, the
adegiacy ot problem solutrons, the gquality ot deas, and the knowledge acquired.
He 1eaches conclusions, accepting o regjeeling the material, and eventually
decrdes the goals have been achireved, or aibandons thema This is obviously the

behaviouwr ob a mature adualt.

The development n children of perceptions and response hatterns having to do
with dependence and mdependence, has heen described by Heathers, who defines
mdependence as toltlows.  "A person i~ ndependent of others to the extent that
he cont satisly his needs wirthout requiring that others respond to him in parti-

cutal ways',

fhere are two hinds of iadependence, called mstrumental and
¢mef onal. lustrumental dependence means conducting activities
andd coping with problems wrthout scehing helps o o W

e ontent to whieh he persists i the {askh without ashing for
Bhelp may be toahen as o measure of hes snstrumental nnlvpmul(:llce.(3(’)

Lmot1onal ndependence means "the abscence ot necds for reassurance, affection, or
approval an particabar situations.” It includes Y"self assertion," 1n the form
o1 the necd to master tashs, which 1~ motivated by the need for s~lf approval

on the basis of onet's performance. Any behaviour motivated by the nced for
approval ot others 1s symptomatic of emotional dependence, while behaviour

mot 1vated by necd for selt approval is symptomat:c of cnotionar independence.
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Heathers' defrtions may be uscd to explicate the concept of the autonomous ‘
tearner, who as emotironatly independent when pur suing fearning programme, be'ir:g
motivates pramartty by the need for sell approval . lo the extent that any of °
Lis behaviour = are aotivated by need to win approval ot hrs lnstructor, or

other external jiddgey he 15 not autonomous. Il 1~ also likely to have a high
degree of strumental ndependence, stnee he as experienced n coping with
Learning problems g el redrant manner , hut may be instrumentally dependent

at tumes, tor he mrght ash tor help from many resources, and will be able to
control and manage vartous sou ces el help. However, hs approach to a helper

1> functionaly nol emotronaly 50 hetp s used Lo achieve bis learning objectives,
not to win the g oval ot the helbper . [t he ases distant resources, several
perhaps, he may have no petrsonal relationshep with o teacher, but 1f he has a
persondal teachery witl be able to control the offect and significance of teacher
input 1 g reabrstic and unemotional way. He will resist teacher direction and
admotn tron, and have a high tolerance for lonel mess in learning. This descr‘i.

Lion u~ very ~mmlar to foyd's definirtion of the adult learner, a person who

e o o Canapproach sulnpect matter directty withont aaving an
adult an o <ot of antervening 1otes between the tearner and the
subjgect mal ter . Fhe adult knows s own standards and expecta-
trons, e no tonqger needs to he told, nor does he require the
approval and roewands trom per sons 0 ocart hion l().('5'

According to nnowles, such antonamous Hchavaon  <boutd bhe natural for the adult
tecrner whoo by detimtron, ho~ o seltl concept that ne 1= selt directede

Ideed. hnowlo = wirtes "the pornt ot which o pet son becomes an adult, Psycho-
Tomrcally o s that porimnt ot which he percenves himseti to be wholly self-directinga'
hnowtes ~avs that dependency o= pan € ol the scll concept of child, who begins

to sve hmmselt as fovirna the e 2y to make deci=1ons tor himself as hils sel!‘

tdentaity bearns to tabhc shape, thdor tunetely , howover

e o o a~ Lhe chinld moves up the cdncational tadder he encounter:s
more and more ot the despon~thtlbity for his fearnmag berng taken
by the teacher o the curtrealum planners, and his parents. The
net ctltect s to Treese iim ntao o selbb-concept ol petkdency .

For thi~ 1ecason, adult educator = otten must help learner s to overcome: a fear of
bemg selt directed and ~cll rebrant o tearnmg. tor "adults are typically not
prepared dor et dorected dearminge they need to go o lnongh o process of re-

'
ol rentat ron to boaraaing as .ulull»".‘ =)

Stnee autonomons behaviowr s adabty the very natur e of good adult education is

the restoration and support ot tearner s' autonomy., In all programmes, this

21




gre
P

Aruitoxt provided by Eic:

ERIC

means '"grcat emphasis is placed on the involvement of the learners in the pro-
cess of planning thei. own learning," "the learning-tcaching transaction Li% . o
the mutual responsibility of learners and teachers," and there is "a process of
self-evaluation in which the teacher devotes his energy to helping the adults

get evidonee for themselves about the progress they are making toward their

educaticnal goa]s".(jj}
Similar po<itions have been expressed about autonomous learning by Pine and
Horne(B“), Landvogt(QS), Maslow(36) aad Carl Rogers(37), and described in an

earlier paper(38).

Classification of Independent “tudy Programmes by Variable of Learner Autonomy

Since learner autonomy is identified as & major characteristic of independent
study, programmes can be classified according to the extent to which the learner
can exercise avtoncmy in learning. To arrive at this classification the

followira questions are ask:d:

1. 1ls the selection of learning objectives in the programme
that of the learner, or th= tcacher?

2. 1ls the sclection and use of resource persons, of books,
and other media, the sequence and pace of learnin
) 1 1
experiences, the decision o. the teacher, or the learner?

3. Are the decisions about t » method Tor evaluation and

1

criteria to he used made ' ; .ne learner or teacher?

By applying these questions a typclogy of teaching programmes is generated.

In Figure + prograummes range as follows:

fe Autonomous lcarning progra-mes in which the learner will
use resource persons, literature, and other sources of
information and skill, but dectdes himself what to learn,
in what manmer, and how o0 cevaluale successful achievement.
IFor example. a homemaker who fceels a need to be a better
cook, and sets the specific ob, .ctive to be able to cook
Lhree vawrreties of fruit pres with a success rate of 90%,
where success is determined by her lamily's eating the
pics, who chooses to lecarn by using a "tcach yourself" book
has made all decisions about her learning herself. Her
programme may be described as the AAA type. A tcaching
programme is used by the lcarner, but control and direction
of the learning programme is in the learner's, not the
teacher's, hands.

2. This is a class of programmcs of lower autonomy, in which
the learner's achicvement is judged by an external agent,
but the areas of competence in which he offers himself
for testing, and the means he employs for achieving com-
petence, arc withiin his own control, In Great Britain,
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Objective lmplemen- Evalua-

Sctting tation tion

A - learner 1 A A A
Determined 2 A A N

{ "Autonomous") 3 A N A

A A N N

5 N A A

N = Teacher 6 N N A
Determined 7 N A N
("Non-autonomous') 8 N N N

Fig. 4 - Types of independent study programmes
by variable learner autonomy

since 1885 it has been possible to register oneself as an
external student at the University of London (though not

for all degrees). Quite independently, the student in the
London system may select areas of study, may study as he will,
and may present himself for the evaluation of the University
examinerse.

3. Having freely selected learning objectives, learners may
surrender the direction of the use of resources to a
ieacher, Perhaps this is jllustrated in the case of
learning sports' skills, where several learners seek out
a provessional's instruction, but each has different
criteria of achievement in mind, and each decides when
ha has learned enoughe.

i, A programmc type in which the learner, once having defined
learning objectives he wishes to achieve, enters a con-
trolled series of learning activities, and 1s evaluated
by his teacher or other cxternal agency. A person who
chooses to learn the skills of driving an automobile, and
enrolls with o professional instructor, has little control
of the instruction, and none of the evaluation.

152}
o

Programme formats, in which the learner controls, in the
6. onc casc implementation procedures and evaluation, and,
in the other, evaluation only,

7. A common type of programme where the student has some
control of the implementation procedures, but where the
goals are prescribed by his teacher, and he is

evaluated by an external agency. The majority of school
and college independent study programmes fall into this
category.

8, The common type of programme in institutions, especially
where professional certification is at stake. The
obgectives for lcearning, the means, and the evaluation of
achievement, e in the control of the teaching authoritye.

Discrimination wmong the various types suggested above is by the variable
"learner autonomy", "the extent to which in an independent study programme the

learner determincs objectives, implementation procedures and resources, and

23
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Classification ot Independent Study ivogrammes by Variables of Distance and
Learner autonomy

Independent study describes any educational programme where the learner has
autonomy and there as distance between teacher and learner. He vever, since
distance and learner autonomy are hoth qualitative varial . es, so is the term
independent study deseraiptive of olements an all cducational programmes rather
than descriptive ot an exclusive class ol programmes or methods. By super-
mposing Frgure 2 on Frgume 1, we can provide a typology of ali cducational

programmes showing the range from most 1ndependent study to lecast independent

study.

LOW
JISTANCE
-‘// — /{ DISTANCE
pe
‘ / S /
/ ~D+S //
MOS I
~-h=5
INDEPENDENT " > / / ]
I A A A ’
HIGH /// e
1S PANCE Z A A N T ~ /‘L//
o /// P
HiaH A N A 1 // LEAST
. 'k , - . //-/ . -
AUTONOMY ErEE— . /// INDEPENDENT
5 N A A ,/'///
—~
6 N N A ///
N /
LOW
2 1
avroyony B % M N N -

Fige 5 = Suqgqaestod typology of

’ cduacat sonal programmes

frr Frguwe 5 s g Foguae 20 B repre -ent s Dralogue and S o1 epresents Structure.
Programmes tange trom b= whicle 15 0 programme of high learner autonomy, and
very hale distance, to 8.b-50 0 programme wher e autonomy and distance  are very
fow, o the fearner o~ Lhaaacly controllod by the teacher . Ihe former  proaranme
ts o gl adependont study progranme . the Jattor s low, Using thrs typology.
we are ablbe to descrabe any cducational programme ne terms of ats learner

Autonomy . 1ts Telemathy, and ot s Independent Study.

Part 3: Ihe Theory an Practice

There 1~ some disagreement n educatien ab-ut the nature and about the role of

thvory. Some educattontsts have adopted a pragmatic, or functional approach to
O
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the generation and use of theory, and theirs is the position we share. We
liken theory to a map, and writing it is a matter of seeking out and describing
relationships about different aspects of the topography of the business of
teaching and learning. The purpose of such theory is to bring order to the
phenomena in which we are interested, for we cannot become scientific in our
enquiries, i.e. we cannot proceed to manipulate variables, as long as we are

trying to work with masses of assorted facts.

Thus the first stage in any new field consists in constructing a framework for
classifying the phenomena in the field. This is not a highly emgirical or
positivistic concept of theory, as might be appropriate in such better developed
sciences as physics, and our theory should not be tested by the criteria of

such sciences. Ours has not been an experimental approach to theory building,
nor has it been inhibited by concerns about operationism. We have been

holistic in our concerns, nomothetic, and molar; positivists will object, in .
particular to our use of Hypothetical Constructs like "learner autonomy'. Our
defence is that this theory has been developed as a tool, not an end in itself,
aad its primary purpose as a tool is to define a field which was previously
ignored, certainly in North American educational theory. Its significance
therefore is merely as a starting place, as & heuristic device, and if it is

then responsible for generating research by suggcsting ideas, or even by arousing
disbelief and resistance, 1t will have served its purposc. In this last part

of our paper we will describe one major research project which was generated

from the theory, and will give some examples of many other questions it suggests.

The research we conducted in Canada and the U.S.A. from 1974 to 1976 investi-
gated the cognitive styles and the attitudes to independent study of students

in one programme selected from the High Autonomy/Low Distance sector of the 0
typology, and i1n another from the High Distance/Low Autonomy sector(39).‘ The
psychological variable we selected for measurement was that known as "field
independence. Tins was selected because it appeared to represent in one sys-
tem the personality characteristics which might be expected to predict successful
ndependent learning; 1t discriminates the person who is likely to define his
needs independent of others, maintains his own directions, and prefers self
evaluation over evaluation by external standards. Further, field independent
persons are said to be task oriented and less affected than others by social
stimull, so might be expected to have a high tolerance for learning at a dis-
tance. The second variable to be studied was learners' attitudes to various
aspects of independent study, which were measured hy means of a semantic

differential.

Q
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It was conjectured that:

(1) People who decide to learn through independent study will prove to be

of the field in.ependent cognitive style,

(2) In independent study programmes of high autonomy and high distance,

learners will hold different attitudes to more dependent study than

they will to independent study.

(3) Between learners in an independent study programme of high autonomy,
and one of high distance, there will be differences in learners!

attitudes to indeperdent study.

(4) Among independent study learners, those with the personality attributes
asgociated with field independence will find autonomous learning and
distance teaching more satisfactory cthan will less field independent.
Therefore, the attitudes of field independent learners to independent
study will be more positive than the uttitude of field dependent learners,
i.e., there is a personality X treatment interaction, where the
person:.lity characteristic is the cognitive style of field independence,

the trzatment 1s independent study methods, and the dependent variable

is learner attitude,

To test the conjectures, two programs were selected from the universe of

North American independent study programmes, to represent the e:.cremes on

our typology of independent study programmes. One, referred to as the

Distance programme was the University of Wisconsin's Independent Study Course
Ah2. "Principles of Vocational, Technical and Adult Education' and typical

of pregrammes relatively high in distance. The other, relatively high in
learner autonomy, and referred to as the Autonomous programme was the programme
for teaching adult cducation at St. Franics Xavier Uniersity in Eastern -
Canada. lloth are programmes for professional education of practicing adult
educators. 1n the latter students have almost complete responsibility for

writing their curriculum, using resources, and for self evaluation.

Students arce referred to as the Distance students and the Autonomous students.
The age, sex and educational distributions of students in the two

programmes were similar. The conjectures were _.tated in the form of
hypotheses, the researcher designed an "lndependent Study Differential®
(1.S.D.) for the measurement of attitudes, and then administered the I.S.D.
and Witkin's BEmbedded Figures Test for the measure of field independence,

in person, to each subject in both programmes. Data was analysed by t-tests
and regression analysis, and the following is a summary of the firdings.

(a) Students in the more Distant form of Independent Study were significantly

more field independent than the norm, (.99 level of significance), but the




- students in the more Autonomous programme were note. .

(b) Among Distance students there were fewer attitudes in favour of
Distance teaching or autonomous learning concepts, but the Autonomous .
students preferred both over non-telemathic teaching and non-

autonomous learning,

(c) Thus field independence might not be used as a predictor of successful
participation in autonomous learning, but might be used as a predictor
in distance study. As distance becomes less, a more field dependent

cognitive style would seem to be desirable.

Some of the questions which are stimulated by the above research concern the
field independence of students in programmes frow other sectors of the typology,
the field independence of "drop-outs", and the meazurement of other cognitive
styles. Replication of the study is desirable because there were limitations

of a methodological nature in the original which the researcher is well aware o.
However, apart from the value of the findings about cognitive style and attitudes
of independent students, the research was of some importance, because it was
derived from, and in turn contributed to the validity of, the theoretical

framework which is the subject of this paper.
Conclusion

What we have presented in this paper has been a summary of the theory of
Independent Study and Telemathic, or Distance, teachinge. The theory was
preceded by a survey of the origin and development of the theory, and was followed

by a brief account of one major research project which it has generated.

It was said in our introduction that with the use of the tool of the Independen’
Study Theory, we could identify "a vast array'" of new research and developﬁent
questions. In conclusion, as a possible contribution to discussion, we will

list a few which we believe to be important.

(1) wn~t is the most effective conceivable system for the production of
distance teaching programmes which are truly responsive to the Jdemands of

' learners?

(2) What mechanisms are needed to see that learning needs are successfully
articulated among i {ividuals and communities for transmission to the
distance teaching institution? How can we teach people to be more

autonomous where there is need?




To what extent should Universities provide distance teaching in non-

academic fields? (For example, teaching about Parenthood)

(4) In programmes of high structure, how can we reduce it? In programmes

of low dialogue, how can it be increased?

(5) For which students is it desirable that programmes be of high structure

and low dialogue, i.e. Distant; for whom -D-S, i.e. most Distant; and

for whom less Distant? Is there a relationship between Distance and Autonomy?
Questions such as these will have to be taken into account as we proceed with
rebuilding old institutions and designing new ones. New and changea
institutions will certainly be a consequence of the growing confidence with which
the values of independent study are now asserted. Adult learning need no longer
be random, for through independent study, self directed adults can expect to be
served by professional resources in planning and implementing their learning,
surely a significant move towards a system of lifelong education and towards the

reality of &« learning society.
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